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ABSTRACT 



This study examined the impact of a beginning teacher 
induction program on involved mentors' teaching competence. Additionally, it 
investigated the relationship of mentor's self-efficacy to program impact. 
Approximately 1,600 beginning teachers and 700 mentors from 56 school 
districts participated in a state -funded induction program in which 
experienced teacher mentors received training to assess and support new 
teachers during their first year of teaching. Mentors' self-efficacy toward 
mentoring and perceptions of change within their own practice were measured. 
Results indicated that all mentors reported positive change with regard to 
self -perceptions of change within their own practice. Mentors perceived that 
the most change occurred in the areas of classroom management and discipline 
and professionalism. They also perceived that they had made gains in their 
ability to organize routines, establish discipline, organize the physical 
environment, promote social development and group responsibility, and 
establish a climate of fairness and respect. There was a significant but 
small positive correlation between mentor self-efficacy and self-reported 
impact on teaching practice. (Contains 13 references.) (SM) 
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The objective of this study was to examine an induction program’s impact on involved mentors 
teaching competence. Additionally, mentor self-efficacy’s relationship to program impact was 
investigated. Approximately 1600 beginning teachers and 750 mentors from 56 school districts 
were part of a state-funded induction program in which experienced teachers (mentors) were 
trained to assess and support new teachers during their first year of teaching. Mentors’ self- 
efficacy toward mentoring and their self-perceptions of change within their own practice were 
measured. With regard to mentors' self-perceptions of positive change within their teaching 
practice, all mentors reported positive change. Mentors perceived that the areas of classroom 
management and discipline and professionalism behaviors had been most impacted.^ There was a 
significant, but small positive correlation between mentor self-efficacy and mentors’ self- 
reported impact on teaching practice. 

Purposeful professional development for mentors serving within an induction program can result 
in mentors’ self-perceived gains in teaching competence. Induction may not only be beneficial to 
new teachers but also to the mentor teachers supporting the novices. 



Introduction 



In an effort to retain teachers and improve the quality teachers entering the teaching field, induction 
programs have proliferated in the past years (Glickman, 1990). The “sink or swim” philosophy is 
no longer tenable with mounting teacher shortages and dismal retention rates within the first five 
years of teaching (Devaney, 1987; Darling-Hammond, 1984; Schlecty & Vance, 1981). Induction 
program structures vary, but most include use of mentor teachers or support providers, 
opportunities for professional development for the beginning teacher, and protective classroom 
assignments for incoming teachers. Few programs, however, have targeted mentor professional 
development as a major goal of beginning teacher induction. 

In this study, mentor professional development was a planned, meaningful goal of equal importance 
to the mission of preparing professional development of new teachers. Objectives of the study were 
to: 



• identify mentor teachers’ perception of growth in their own ability to implement effective 
classroom instruction as a result of their involvement as an induction mentor, and 

• investigate possible relationships between mentor self-efficacy and self-perceived gains as a 
teacher. 



It was hypothesized that mentor teachers would report that induction had a positive impact on their 
teaching practice. Additionally, we expected that mentor self-efficacy would nave a significantly 
positive relationship to the self-perceived impact on practice. The answer to these questions has 
major implications for those in charge of induction programs. Perhaps targeting mentor 
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professional development as well as beginning teacher professional development facilitates a more 
powerful long-term model of teacher education and makes better use of funding 
investments — especially when resources are limited. 

Literature Review 

Thies-Sprinthall (1986) argued that induction programs have often been flawed in that mentor 
teachers have usually been trained for their role of working with beginning teachers in a two to 
three day “inservice” workshop which provided low level simplistic intervention strategies. Often, 
the mentors were trained to evaluate teacher effectiveness by using a “checklist” type rating scale 
which was narrowly focused, rigidly standardized — limited in that it does not promote overall 
professional development. 

Kay (1990) suggested that “mentoring should be a comprehensive effort directed toward helping a 
protege develop the attitudes and behaviors (skills) of self-reliance and accountability within a 
defined environment.” To help beginning teachers become more self-reliant, mentors need also to 
be self-reliant, knowledgeable, well-versed in reflective coaching skills, and prepared to provide 
beginning teachers with feedback about their professional competence which the beginning teacher 
can use to improve their teaching. 

It is probably true that in such states as California where the teacher credentialing process now 
requires a mandatory two-year induction program for all beginning teachers (Olebe, Jackson, and 
Danielson, 1999), little time or resources have been devoted to considering the state of “mentoring” 



itself, at least in terms of the benefits for mentors as a whole. Although most studies of induction 
and support programs agree that the mentor is central to the success of the program, little discussion 
follows on the specific nature of the contribution of the mentor (Feiman-Nemser, Parker, and 
Zeichner, 1993) and the impact it has on the beginning teachers as well as the mentor in long-term 
professional development. 

With regard to beginning teachers, educators have begun to question whether mentors can support 
these beginning teachers in a manner that produces high quality new teachers. Emotional support 
for new teachers may make them feel better but does not necessarily improve their teaching practice 
(Little, 1990). Little (1990) concluded if “mentoring is more than passing on a bag of tricks, then 
mentors need to learn how to describe and demonstrate underlying principles of teaching and 
clearly and in a straight forward way without fear of offending the new teacher.” To enable mentor 
teachers to develop this kind of skill, more high-level training needs to occur for the mentor. 

Stanulis (1994) believes that experienced teachers, given an appropriate training/experience do not 
just simply master teaching skills, but continue to grow and develop skills in reflection and 
improvement of teaching practice. Gratch (1998) further argues that if it is important for teachers to 
be reflective and interested in improving teaching practice through formative assessment 
benchmarks, than teacher education programs need to provide opportunities for veteran teachers to 
talk about their ongoing development to preservice and beginning teachers. In this way, new and 
experienced teachers communicate about the importance of self-reflection and self-assessment as 
tools for continued professional growth. 
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Given this literature, it does seem, therefore; that mentor professional development can be a by- 
product of new teacher induction. But is it possible to artfully plan for mentor professional 
development and beginning teacher development as a joint complementary outcome? Can 
induction programs planned in a partnership collaborative to be designed so that mentors believe 
that they can be supportive of their mentees, help them improve their teaching practice, and also 
feel more empowered in their own professional lives? 

Methods and Data Sources 

Mentor teachers serving within a state-funded teacher induction program during 2000-2001 were 
the focus of study. Fifty-six school districts and two county offices of education were partners in 
this, the fifth year of the consortium. Approximately, 1600 beginning teachers and seven 
hundred mentors participated in the program. 

Mentors completed a five-day summer training and five follow up trainings to prepare and 
support them to implement a formative assessment system with new teachers. Specific 
objectives of the training included the following: 

• Develop mentor skills in formative assessment strategies including classroom 
observation, lesson plan analysis, guided reflection, and goal setting. 

• Prepare mentors to interact with beginning teachers through peer and cognitive 
coaching methods. 



• Develop mentor knowledge and understanding of the California Standards for the 
Teaching Profession (CSTP), the foundation of the induction program. 

• Provide continual support and encouragement for mentors throughout the year of 
induction. 

The California Formative Assessment System for Teachers (CFASST), designed by Educational 
Testing Services in 1998, was the assessment system utilized within the program. 

Mentors documented all work with their mentees over the course of the year. Written work 
included documentation of the following: 

• the context of the new teacher’s class, school, district, and community, 

• standard-based connections noted during classroom observations, 

• summaries and suggestions based upon gather evidence, 

• reflections of the new teacher 

• standards-based assessments completed by the mentee with guidance of the mentor, and 

• goals and action plans for completion by the beginning teacher. 

The Mentor Efficacy Scale (MES; Riggs, 1997) was administered to mentors during a training 
session. These scales assess mentor beliefs about their own ability to effectively support 
beginning teachers. The MES consists of two subscales that measure both the outcome 
expectancy and the self-efficacy of mentors with regard to mentoring. Both scales demonstrate 
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an adequate reliability: Self-efficacy subscale alpha=0.87 while the Outcome Expectancy Scale 
alpha=0.77. 

The MES asks mentors to respond to Likert Scale items which prompt them to reflect upon their 
mentoring abilities in four skill areas: personal (emotional support), instructional (promotion of 
instructional growth), professional (promotion of teacher understanding of policy and 
procedure), and assessment (use of assessment to identify novice abilities). 



Mentors completed an additional survey to collect information on self-perceived beliefs 
regarding gains they themselves made in implementation of effective teaching practices as 
described within the six standards of the California Standards for the Teaching Profession 
(CSTP). The CSTP include the following six standards and their elements: 



1. Engaging and Supporting all Students in Learning 

• Connecting students’ prior knowledge, life experience, and interests with learning goals 

• Using a variety of instructional strategies and resources to respond to students’ diverse needs 

• Facilitating learning experiences that promote autonomy, interaction, and choice 

• Engaging students in problem solving, critical thinking, and other activities that make subject matter meaningful 

• Promoting self-directed reflective learning for all students 

2. Creating & Maintaining Effective Environments for Student Learning 

• Creating a physical environment that engages all students 

• Establishing a climate that promotes fairness and respect 

• Promoting social development and group responsibility 

• Establishing and maintaining standards for student behavior 

• Planning and implementing classroom procedures and routines that support student learning 

• Using instructional time effectively 

3. Understanding & Organizing Subject Matter for Student Learning 

• Demonstrating knowledge of subject matter content and student development 

• Organizing curriculum to support student understanding of subject matter 

• Interrelating ideas and information within and across subject matter areas 

• Developing student understanding through in^tnicrional strategies that are appropriate to the subject matter 

• Using materials, resources, and technologies to make subject matter accessible to students 

4. Planning Instruction & Designing Learning Experiences for all Students 

• Drawing on a valuing students’ backgrounds, interests, and developmental learning needs 

• Establishing and articulating goals for student learning 
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• Developing and sequencing instructional activities and materials for student learning 

• Designing short-term and long-term plans to foster student learning 

• Modifying instructional plans to adjust for student needs 

5. Assessing Student Learning 

• Establishing and communicating learning goals for all students 

• Collecting and using multiple sources of information to assess student learning 

• Involving and guiding all students in assessing their own learning 

• Using the results of assessments to guide instruction 

• Communicating with students, families, and other audiences about student progress 

6. Developing as a Professional Educator 

• Reflecting on teaching practice and planning professional development 

• Establishing professional goals and pursuing opportunities to grow professionally 

• Working with communities to improve professional practice 

• Working with families to improve professional practice 

• Working with colleagues to improve professional practice 



Results 



Three hundred forty-eight mentors completed both surveys. Descriptive statistics are reported in 
Table One. Scores on the mentor self-efficacy and outcome expectancy scales are within the 
normative levels of previous samples. All variables approximated normal distributions. No 
extreme outliers were present. 



Table 1 : Descriptive Statistics 



Variable 


N 


Mean 


Minimum 


Maximum 


Std. Dev. 


Mentoring S.E. 


357 


83.06 


55.00 


95.00 


6.80 


Mentoring O.E. 


347 


53.10 


35.00 


70.00 


5.79 


Standard #1 


348 


19.79 


5.00 


25.00 


4.23 


Standard #2 


345 


20.15 


5.00 


25.00 


5.14 


Standard #3 


348 


19.30 


5.00 


25.00 


4.77 


Standard #4 


344 


19.64 


5.00 


25.00 


4.55 


Standard #5 


338 


18.80 


5.00 


25.00 


4.38 


Standard #6 


346 


20.23 


6.00 


25.00 


3.68 



Correlations are reported in l able Two. Correlations of interest, those beiween seif- 



efficacy, outcome expectancy and impact on the six standards are in the first two columns. 
Almost all are significant but of small magnitude. The correlation between self-efficacy and 



outcome expectancy are of moderate magnitude (consistent with previous results). Perceived 
impact across all standards was highly correlated. 



Table 2: Correlations 



Ment. MenL Std. Std. Std. Std. Std. Std. 

S.E. O.E. #1 #2 #3 #4 #5 #6 



Mentoring S.E. 


1.00 


Mentoring O.E. 


.30** 


Standard #1 


14 ** 


Standard #2 


14** 


Standard #3 


14** 


Standard #4 


17** 


Standard #5 


.13** 


Standard #6 


.10* 



.00 

. 12 * 


1.00 




.14** 


74 ** 


1.00 


.16** 


.78** 


.82** 


. 12 * 


79** 


.81** 


. 10 * 


74 ** 


.75** 


.09 


.54** 


.56** 



1.00 

. 86 ** 1.00 

.77** .85** 1.00 

.55** .59** .62 1.00 



Note: * p < .05; ** p < .01 

Figure One shows the relative perceived impact on all six teaching standards. Error bars 
utilizing 95 % confidence intervals around estimated means indicate where statistically 
significant differences exist. Standard Two and Standard Six were more likely to be identified as 
positively impacted than Standard Five. Figure Two breaks this down by item level. Almost all 
item overlap with the exception of: 



• Reflecting on teaching practice and planning professional development, 

• Establishing professional goals and pursuing opportunities to grow professionally, and 

• Working with colleagues to improve professional practice. 

These items were obviousiy more iikeiy io be perecivcu as positively impacted, while the 
standard on “involving and guiding all students in assessing their own learning” was least likely 
to be identified as positively impacted. 



Strength with Standard 
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Figure 2: 



Standards at Item Level 




1.1 1.3 1.5 2.2 2.4 3.1 3.3 3.5 4.2 4.4 5.1 5.3 5.5 6.2 6.4 

1.2 1.4 2.1 2.3 2.5 3.2 3.4 4.1 4.3 4.5 5.2 5.4 6.1 6.3 6.5 
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Piscussion/lmplications 

The small magnitude of effect size between self-efficacy and outcome expectancy beliefs and 
identification of impact on teaching abilities was somewhat unexpected. One would predict that 
mentors with greater belief in their ability to mentor would most likely be more effective 
mentors, and thus, perhaps reap more benefit from the induction program. Future research in this 
area might assess self-efficacy and outcome expectancy at the start of the induction program 
rather than at the end, as done within this study. Initial self-efficacy beliefs might be more 
predictive of impact since those beliefs include more low self-efficacy beliefs than at conclusion 

of the project. 



This study’s findings suggest that induction may have positive impact on mentors own ability to 
implement desired instructional practice. One might assume that mentors have been selected to 
serve as mentors due at least in some part to their teaching expertise. Yet, these mentors 
reported induction’s positive impact on their ability in all teaching areas. The standard on 
classroom management and discipline, in fact, was most likely to be identified as impacted. This 
might be viewed as somewhat surprising since classroom management and discipline are 
typically viewed as an area that mentor teachers have most likely mastered. This study’s 
mentors, however, felt that they’d made gains within their own ability to organize routines, 
establish discipline, organize the physical environment, promote social development and group 
responsibility, and establish a climate of fairness and respect. Their observation of novice 
teachers and reflective dialogues prompted their own growth in the very areas they addressed 



with the new teachers. 



It was less surprising to these researchers to find that mentors were quite likely to identify 
Professional Educator elements as impacted. The nature of this induction program provided 
ample opportunity to work with colleagues, to reflect upon teaching practice, and to promote 
new teachers’ establishment of professional goals. Perhaps these opportunities actually promote 
mentors’ growth in the other standard areas. 

Interestingly, the very nature of a well-designed induction program may be what researchers 
have long advocated as effective professional development for all teachers. Within induction, 
new and mentor teachers have time to visit each others’ classrooms, to collect evidence about 
practice, to engage in reflective dialogues, and to set professional goals and action plans. 
Interactions take place over time, not in one-shot workshop settings. All involved teachers reap 
benefit. 

Future research efforts might examine mentors’ actual performance as mentors in relationship to 
the mentor preparation they received. Additionally, performance measures should be utilized to 
investigate the relationship of self-efficacy to effectiveness as a mentor. 

Future efforts might also examine the impact of mentor preparation programs on the actual 
teaching abilities of the trained mentors. While this program found some patterns in the beliefs 
of the mentors in regard to the impact on their implementation of the CSTP, there was no 
investigation of change within their actual classroom practice. 
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While this investigation is limited in that it did not utilize a control group of alternatively prepared 
mentors, we assume that mentors serving new teachers make greater professional growth gains if 
they themselves are trained and supported throughout the induction program. Quality induction 
does not result from simply assigning mentors to new teachers. Mentors must be able to practice 
through the use of continuous self-assessments and reflective conversations. These skills are not 
necessarily within the repertoire of expert teachers or new teachers, but must be developed and 
nurtured over time. Future research efforts should focus on identifying the most necessary 
components of mentor training and support. 

Clearly, educational reform is targeting the improvement of teacher practices in all teachers 
regardless of years of experience. As states ponder the importance of intense, purposefully 
planned support for beginning teachers, so too should they acknowledge that the involved mentor 
teachers can and should benefit from intense, process-oriented professional development as well. 
Beginning teacher induction can provide the structure and commitment to serve both the mentor 
and the beginning teacher. 



V 



References 



Bandura, A. (1997). Self-Efficacy: The exercise of control New York: W. H. Freeman. 

Darling-Hammond, L. (1984). Beyond the Commission reports: The coming crisis in 
teaching. Santa Monica, CA: The Rand Corporation. 

Devaney, K. (1987). The lead teacher: Ways to begin. New York: Carnegie Forum 
On the Education and Economy. 

Feiman-Nemser, Parker, M.B. and Zeichner, K. (1993). In D. McIntyre, H. Hagger & M. 
Wilkin (Eds.) Mentoring: Perspectives on school-based teacher educators. London: 
Kogan, 147-165. 

Glickman, C.D. (1990). Preface. In T.M. Bey and C.T. Holmes (Eds.; Mentoring: 

Developing successful new teachers. Virginia: Association of 
Teacher Educators. 

Gratch, (1998). Beginning Teacher and mentor Relationships. Journal of Teacher 
Education, 49(3), 220-227. 

Kay, R.S. (1990). A definition for self-reliance. In T.M. bey and C.T. Holmes (Eds.) 
Mentoring: Developing successful new teachers. Virginia: Association of 
Teacher Educators. 

Little, J.W. (1 990). The mentor phenomenon and the social organization of teaching. 

In C.B. Cazden (Ed.), Review of research in education. Washington, DC: 

American Educational Research Association, 297-35 1 . 

Olebe, M., Jackson, A. and Danielson, C. (1999). Investing in beginning teachers: The 
California model. Educational Leadership, 56, 41-44. 

Riggs, I. (1997). The impact of induction upon Inland Empire Beginning Teacher Support and 
Assessment mentors as indicated through measurement of mentor efficacy. Technical 
Report submitted to Riverside County Office of education. 

Schecty, P. & Vance, V. (1981). Do academically able teachers leave education? The North 
Carolina case. Phi Delta Kappan, 63(2), 106-177. 

Stanulis, R.N. (1994). Fading to a whisper: One mentor’s story of sharing her wisdom 
Without telling answers. Journal of Teacher Education, 45, 31-38. 

Thies-Sprinthall, L. (1986). A collaborative approach for mentor training: A working 
Model. Journal of Teacher Education, 37(6), 13-20. 




16 



17 



U.S. Department of Education 

Office of Educational Research and Improvement (OERI) 
rrolHfl*/./ National Library of Education (NLE) 

Educational Resources Information Center (ERIC) 

REPRODUCTION RELEASE 

(Specific Docuinent) 

1. DOCUMENT IDENTIFICATION: 




ERIC 




Title: f rc /^s-iViA// h-eue/oprnen/- ^ /OkzifalS lUiHnZn ct facji^ni ^ 

J fivfssrrn : fJvuj Does Ca^e>n( Mprfv rs ) Crc LU T 


Author(s): -IrV^ M ■ R e f<=)S& it H uJJi 4 n<d f / n 


Corporate Source: . 

Ccfa -^zi Z4 "Shtle t( n* 


Publication Date: 

+/-JL~o 


II. REPRODUCTION RELEASE: 



In order to disseminate as widely as possible timely and significant materials of interest to the educational community, documents announced in the 
monthly abstract Journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy, 
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit Is given to the source of each document, and, if 
reproduction release Is granted, one of the following notices is affixed to the document 



If permission is granted to reproduce and disseminate the identified document please CHECK ONE of the following three options and sign at the bottom 
of the page. 



The aampia atickar dtoin below wS be 
affixed to al Level 1 documents 


The aampia atiefcer mown below w» be 
affixed to al Level 2A documents 


The aampia sticker shown below wtf be 
affixed to aa Level 2B documents 


PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL HAS 
BEEN GRANTED BY 




PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL IN 
MICROFICHE. AND IN ELECTRONIC MEDIA 
FOR ERIC COLLECTION SUBSCRIBERS ONLY. 
HAS BEEN GRANTED BY 




PERMISSION TO REPRODUCE AND 
DISSEMINATE THIS MATERIAL IN 
MICROFICHE ONLY HAS BEEN GRANTED BY 


A* 




A® 




JP 






-A'V 

C& 




cjp 


TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 




TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 




TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 


1 




2A 




2B 



Laval 1 

u/ 



Laval 2A 

i 

□ 



L«v*)2B 

I 

□ 



Chack hare tor Laval 1 ralaase. perndttng 
reproduction and dtsaaminatton In m tao S chaor other 
ERIC archival madia (e.g., electronic) and paper 
copy. 



Chack hare tar Lead 2A reiaaaa, pamdtttng 
raproductlcn and dtoaamMlon In mtoroflcha and In 
ele ct roni c madi atarERIC archival oodecOon 
subscribers only 



Chack hart tor Lava i 28 raiaaia, pamdtMng 
reproduction and diaaemJnotion In microfiche only 



Document* wm be processed aa Mtaatod provided reproduction quatty panntta. 
a permission to reproduce la granwd, but no boa la cheeked, documents wM be prooaaaad at Laval 1. 



/ he mbyg mnt to the Educational Resources Information Cantor (ERIC) nonexclusive permission to reproduce and disseminate this document 
83 a6ov ** ^Pfoduchon from the ERIC m icr of iche or electronic media by persons other then ERIC employees and its system 

contractors requires pennisaion from the copyright holder. Exception is made for non-profit reproduce by libraries and other service agencies 
to satisfy information needs of educators in response to cteenafe kw nMm* 



Sign 
here,-* 
please 



SJgnafcnc 







Printed NamSottMTHK. 

Xri> pn 



^ yl 



9 ' *-yj * 

ds (J S&H 



/cJe> 






7 






v(- 



<ftf-f('2o-9QV d 






(mm) 



O 

ERIC 




III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE): 



If permission to reproduce is not granted to ERIC, or. if you wish ERIC to cite the availability of the document from another source, please 
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is Publicly 
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection cntena are significantly more 
stringent for documents that cannot be made available through EDRS.) 




IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER: 

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and 
address: 




V. WHERE TO SEND THIS FORM: 



Send this form to the following ERIC Clearinghouse: 

ERIC CLEARINGHOUSE ON ASSESSMENT AND EVALUATION 

UNIVERSITY OF MARYLAND 
1129 SHRIVER LAB 
COLLEGE PARK, MD 20742-5701 
ATTN: ACQUISITIONS 



However, if solicited by the ERIC Facility, or If making an unsolicited contribution to ERIC, return this form (and the document being 
contributed) to: 



EFF-088 (Rev. 2/2000) 



